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Paul Selgin
IUT-CGDUCTIC

TEE "ANCHOR" pTUCT: FRIVCIFIL .0 1 -iCTICE,

with =rece comgparison
“ecessity is tre wother cf inventicn. not ¢ tad genersliz-
sticn, and true c¢f this rorticuler "irnvention", if that's the word
for it.

In itself, the "enchor " methoa of leernins lengueges is much
older than the wheel,since that's how we learn our own lenguage. %e
lesrn, Ly imitation, how to express cur wents, needs, cpinions: never
uncenrected words from lists, much lesc rules or conjugations: we Tre-
rerter these only by derivinr them from expressions - sentences - re-
peated and heard countless times. This is elso how we leern foreign

languages when we have s chence to live @mong native speskers: isol-

sted words are lesrned too, when we need them to express ourselves oOr

unaersterd whset we reer or read. .ules c¢re Lerdly ever lesrned as such.

tut habit tells us when the grammer is wrong end we apply them without

knowing them.
In spite of sll this, it's not absurd to claim that the ™ench-

or" method of lsngusge learning, based on derivation rasther than

construction , constitutes invertion when applied to the teaching of

foreign languages through home-study or classroom instruction. If learn-

ing by imitstion 1is older thsn tke wheel, 1its simuletion by mesans of

a text and recommended exercises is not: we're not re-inventing the
wneel, merely spplving it on & vehicle thet 211 cen use.

If we reslly wsnt to acuibble, thoush, we cen question the "ne-
cessity" for such an inventioa, or proposed reform’ if this the more
acceptable choice of words. Excellent textbooks exist, and they em-
body all sorts of imspinative stratsgems for making instruction int-

—p——

eresting: dielors end examples teken from typicol students' ccncerns,
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informstive narratives ond descriptions, ghotos &nd humor. And they
do treir Job. I used ceveral: I assijfmned homeviork, ;;ave class-tests
taken “rom these books cr very similar in design, had students read
@gloud znd translste sesfments included for the purpose, sct out dislogs,
read znd translate other meterisl; explained relationships between
worés of comrmon origin, encoursged questicns and went to the root of
every appaerent contradiction. I corrected homework, most of it 4ili-
gently done with relstively few errors, end my finsl grades were gener-
glly from C to A ond fzirly piven, to everyone's setisfaction. Then
why tcther to irnvent & new method? "'hat necessity mothered this part-
iculer invention - or’sttempted reform,if the words fit better?

The necessity was born of deep dissstisfaction. '.ith very few
excertions, wvhen students esked me to sey something in Yrench or Ital-
isan, the two langusages 1 taught, they could rot understsand, no matter
Low slowly and cistinctly 1 telned to thew.lihis was zfter a year of
remorizing and filling poge zfter psge of homework. ind it wasn't my
rronouncistion, of this I'm quite sure: in fact I spoke much more care-
fully then I'nm used to, or then neatives co. ~nd cf cource I sszid only
tte simplest things.

Trere were exceptions. Students of Itslien varenteze understood
certain expressions end repeated them in their own dislect, showing
that they were absorted through use-or habit, not "learned". i#rench
students did tetter for two ressons: many french exprressions have te-
core 2rt of wnglish ond +rerefore femilier: also, tre ¢remmer used
was ;utlisted in wnrleand for onglish students who teke frecuent trips
across tre v“hannel, hence full of useful «xvressions for :eonle who
trovel: these were leerned hole, not Just the words: but the words

vere -recrted ¢ o result.
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.eruels desi;ned elonr ciriler lines, to tesch tourists simple
sentences for osking directions, orcderins meels end meking themselv-
es urnderstcod in common travel situsticns, cre widely used snd help-
ful, but no one sumirests that you could learn & lzngusge by such means:
nroyrems rurpcrtins to tesch ¢ lenpusge cver 3 week-end are probably
based on similer metheds, with the same limitsticns.

The most retional method for learning @ 1anguagé has 2lways re-
lied on memorization of words end rules for putting them together in
sentences, in order to express whatever the Occesion demsnds: or,con-
versely, for takins erert end understanding whet is heard or reesd. Sym-
bolicaelly, in tcth directions:

(d ictione ry)

> words

memory expression (foreign sentence)

/\

rules

e

(rrammar}/’”

(dictionary) memory
T words _

foreign sentencef:j; trensletion, understanding

rules
(gramnar) memory//7

In plain words: to express yourself in & foreign languege
(upper disgram) you need words and rules. You cen, in time, lesrn
2ll you need by heart, sné if time permits you can look them up.
Then you construct your sentence: for simple messages, of course,
no "construction" is reslly needed. Lut committing enough words to
memory, and recalling them when needed, 8s separate unconnected bits
of knowledge, is o massive undertsking - not to mention conjugation

of verbs ¢nd the rest of it.

ihe lower disgram cpplies to the reverse yrocess: translation,
O
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or simply understendins =2 foreipn expression or sentence. Here, too,
tre conventional apyrosch recuires us to retognize and understsnd the
words, from memory or with dictionary help if there is time, 2nd to
make sense out of them by cur knowiedge of premmar rules, memorized
cr assisted. o this colossal feet cf memory we reve to add, if the
medium is speech, the Jjob of rakirng out words from their sound, often
the hardest of sll.

" The "anchor" method is still rationel enough, but it borrows
from the ratursl process of languege leerning in that it asks the
student to remember whole exvressions which serve s vehicles for
learning toth words &néd rules, from which in turn more expressions

can be put togethrer. Apain, symbolicslly:

expression expression
understending understanding
DE - words . £ words
V4 ~ : =
anctor (selected sentence) , bew enchor /1anchor
A ' ™~
. . ss s rules 7~ C s rules
memorization dictionery, dictionsary,
through dict- commentary commentary

ion drill, use

This time we only need one disgrem for both "directions",
expression and understsnding. It's also 2n "unfinished" disgram, ind-
icating thet the lesrning process csn go on and on, with esch new &nct
or (or set of enchors ) genersting words and rules for the next.
The method is "open-ended" snd the student can carry it ss far ss
he or she wants. We'll go over the disgram briefly before going on
to the precticsl side, celling for an outline of the book itself sand
suggestions for its use.

The starting point is a2 collection of sentences in the for-
eign language (Itelion in this took), ¢'rouped according to the verb
in them, slweys & common verb that recurs often, and often irregulsr.

ihe student is shown how to translate these "anchors" throupgh intell-.
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irent use of the dictionery, on his or rer own if no teecher is svail-
atle.

‘he prirciyple outlined is prut into practice Lﬁ cerefully foll-
owing the steps end exercises tropcsed in the book. It divides in perts.

desirnated by letters end besed msinly on the parts c¢f speech: part V,

the first, presents a large rnumber of "anchors" in seversl chapters ci
groups, e€8ch festuring s common yerb used in highly diverse contexts.

Esch enchor, or example, is translated in the bocok in stag-

es, two in essence: understsnding what the Itslisn says,end putting it
into zccepteble unglish thet snyone cen, in turn, understsnd (not an
autometic process). Thus, the first EZnglish renderinz, directly under
the origirel, is 8 "resw", word-for-word tresnslstion: improvements foll-
ow. For the untutored student "dictionsry problems" are pointed out{
the "rsw" trsnslstion, oncz brosdly understood, resolves them. The

commentary on each Itslien enchor @2lso _oes into ¢ifferences in tte

way words sre put together in the twc langueges: these sre called Ital-

isn specislties, to te reviewed later: they correspond to what sare

called "rules" in the disgroms descriving our "privceicrle": where no
"specislty" exists, gremmar rules ere essentislly common to both lang-
uages.

After each enchor (each selected sentence) the student is put
to work. He's taught how to pronounce the Itslisn expression, by imit-
etive English spelling end zenersl remsarks, and he's ssked to read it
sloud 20 times, memorizing it in the process. Unlike conventionsl
~remrar sentences, like "they don't have beer, ghey have wine", our
anchors are desirned to be usasble on freguent occsasions: "hai fatto
bene", you did right, is typicel. The stvdent is urped to actuslly say
them, in Itslisn, in plece of English equivelents, to school-mates or

close friends interested in the language: in this wey the student sct-
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uslly tegins to express rimself cr herself in the fcreign langusge, 8l-
thourh only to e very limited éeeree: aefter only one example, it's Just
& stert, but it builds confidence.

I'he chapter includes scome 15 to 2% exerples and concludes with

8 retention scorebtosrd, follcwed ty exercises thret can te self-essigned

or sssicned to 8 class for grading. ''ith the "scoreboard" the student
evaluates, and completes, his recollection of Itslicn expressions in the
chapter and their mesning, and of the "Itslisn specislties" brought to
his/her notice. Tart of the "score" haes to do with suxiliary particles
(arvicles, rronouns etc.) included in the sentences snd explsined in
trhe comrentsries: the ceme is true of vocebulery. _ubsequent chepters,
in other parts of the book, will focus on other perts cf speech, mak-
ing them more familiar to the student.

Full conjugsations of the verbs used in part V a2re included st
the end of each chapter, for reference: the student is not expected to
learn them by heasrt, but the "snchors" already lesrned +ill remind

him or her of the forms under which the verb aspreers.

Criteris for the selection of enchors, Whetever the totentizl of

these ideas, threir usefulness will depend on the care ;"iven to their

reduction into prsctice.

Cf primary importance, referring to thelst .schermatization, are

1 L

for memorizstion of vocab-

the "selected sentences" used 2@s "enchors

ulary znd gremmer rules. As noted in the opening persgrsph, we learn
our own lenpuepe - as well as that of @nother country we move to - by
hesring end remembering whole exprescions rether than sepsrate words

or rules, »t least in the heginnine sveres. ‘'@ wlso tend to assist our
memory, in any field. throurh whole ceyinrs, frasrments of songs or pro-
verts. .ne may -ot .mmedirtely rememter the frernch for child, "enfant",

Lut chences zre that "allons enfents de la patrie" does come to mind

8
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Promptly, tringing "enfant" with it.

Another common observetion: when 8 young man has been exposed to
a foreign langusge but has forgotten how to use it, chances are he will
cay "8l11l] I remember is the sweerwords". “e're not being "sexist" here:
the only reeson why men remember unpolite expressions more than women
do hes teen, at least in the pest, because most men use them more oft-
en. .or do we advocste using unprintsble sayings as " anchors ": but s
valid conclusion, not limited to such lenguage, does flow from this ob-

servetion. It has to do with the distinction tetween cognitive end non-

cognitive, or raracornitive content of 3 message or communication.

Sentences expressing an emotion, 2 feeling or & stete of nmind,
or an attitude towards the other person, hsve more than Jjust cognitive
content: they may communicate no irformstion st all, Jjust s mood, 8s
when we say "oh, to hell with it". Compare this with "it took me two
hours because of the traffic", which in itself does not convey s state
of mina: cnly a8 fect.

This distinction has 8 lot to do with the impsct of s messsge,
whether heard or resd, on someone's consciousness or memory, or both.
Consider & letter that starts with:

"I received your letter last Friday"
Normslly this won't register at sll in your mind, snd you'll go on read-
ing, looking for the meaningful paft. But if the letter begins with

"{ didn't like the tone of your letter of ....."
this will hsve immediate impact, whatever else the letter has to say.

Almost everything we resd, or heer on 1V, supports the conclusion
thet non-connitive, affective components of uesceres have more sttention
cetting power thasn the purely coenitive. lFiction writers use words cho-
sen to enpender 2 mood or "atmosvhere": journalists add

"color" to bere

facts; copy-writers no lonfer bosst of product qualities but focus on

3
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associstions ond imeges that are non-factusl tut spresl to venity,
status—consciousness and forms of "machismo". Lut even without such
sppeals , everytring indicastes thet wcrds and rules sre essier to re-
member when they sre sunchored to expressions thst have mesning, espec-
islly if the mesning is a2ffective 2t lesst in part, end not merely cogn-
itive.

Few of us remember iremmer rules of our cwn lengusge in 8 form
that con te comruniceted and explained, zlthough we can tell whether
2 sentence confofms to them: we recognize "wrong" grammar. On the othe:
hand, we expect stucents to lesrn and apply such rules in a foreign
lancuage. rextbooks sre desisned on this lasis: they explsin the rule,
followed by exermples end exercises which can be done with little eff-
ort or tkoupht ty using the examples ags a2 guide. This system is log-
ical enough, but after doing the homework the student regards this
part of the grammer s a finished item: if the rule comes up agsein in
another context it will seldom be recognized, much less sppiied. This
is mainly btecsuse grsmmar rules, unlike rules ¢f law, heslth regulat-
ions, rules of math or physics, do not rest on principles snd have no
meaning of their own. Like those of our own language they are remem-
bered becsuse of the "rightness" of their aprlicstion: our ear has to
be sttuned to them. Repeeted use in 10 or 20 exercises, not even help-
ed by tke impact of sound on the ears, csnnot schieve the purpose.

Selection of sppropriete "enchors", iu the vproposed method,

goes hand in hand with snother technique especislly designed to make

gcramrar rules impact the memory and to give them mesning, by virtue of
the rcle they play in translation and/or understending of each " anch-
"

or", e¢ven refore the esr is trained to recornize { ramnatical correct-

ness. This is the techniaue of -hased translation, test expleined vy

an exoample. In the Italion rremmar now beinr compiled one of the anch-

ors, . p. l4, runs:

10
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Vedlof) veeeeeeesenasneens . fammelo vedere

4 .
make\meult See
3 ¥
make me sgg;it
¥ ¥ J ¢
let me see 1t
In sccord with the genersl ideas elready set forth, the comment-
ary explains Jjust what "fammelo" is, supplementing the dictionary where
the student won't find conjugsted verbs: this exsmple is one of a ser-
ies centered on the vert "fare". Lut the first trsnslstion, word for
word, still does not work: it's & "rsw" trasnslation, made understsnd-

sble only by allowing for "Itslien specislties", things that Itslisn

"does" differently. These departures from English usage (in placement

of pronouns, gender distinctions in endings eund other structural det-
ails) are given specisl attention end impressed on the memory in var-
ious ways¢ retention scorebosrds, end-of-chapter exercises, and memor-
ization of the snchor itself, "femmelc vedere", which "anchors" use
of "fare" and "vedere": two pronouns; and one "Itslisn specialty",ho.
6, on the placement of pronouns.

The same "specislties"come up 2goin and &gain so that the ear
Lecomes attuned to théem: they are, in effect, rules of grammsr and dic-
tion, but they're not presented es arbitrery rules to te memorized:

they show up &s departures from English usage that hsve to become fam-

ilisr so thset the student can make sense of the word-by-word translat-
ion &nd thus understand the foreign sentence on his own, with no more
then c¢ictionary help: another confidence-building step. By this pro-

cess, "rules'" are made much wore relevant and easier to recognize and

recell.

The Itslisn textbook now being compiled is designed for dual
use: ©s text-book for a class with exercises to be assigned as home-
work or tests; or ss a self-study menuel wvhich fuides the student step

by step, with clear explsnations, "scorebosrd" tests to bring out sany-

11
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thing that hssn't been atscrted or can't be recsalled, znd exercises

without answers, fcr srading by 2 tutor who should be consulted per-

iodicelly.

"Anchoring" is one feature designed to simulate the natursl process of

langusge-lesrning by "immerzion": but this grammar has others. Here
sre 5 few which we believe will enhance the students' ability to sct-
uslly express themselves in the foreign language, and understand it.

Multiple exposure. In s cenventionsl grsmmar, "first comes first" is

the guiding principle, asit is in textbooks on other disciplines, from
mathematics to biology and dozens of other "ologies": and it makes
sense if it csn reslly be spplied. But in langusge, what is "first"?
The slphabet, yes: but in Western lengueges, luckily, it's sl-
weys the ssme: s few letters may be missing, 8s in ltalisn, but that
is hardly significsnt. Pronuncistion is importsnt, but it's never
tsught sepsrately, shead of the rest: it can't be done until you have
words to pronounce, although some besic points should te treated esr-
ly, as they sre in this book (vowel values). As for functionsl psit-
icles like srticles, pronouns, prepositions eund so on, %o i1ist esach
cstegory in some presumed order of importance, and follow with ex-
amples snd exercises, is what grsmmars do, snd it would work if such

lesrning were retsinsble snd cumulstive: because if so, successive me-

morization of these cstegories, plus vocsbulery, would ensble students
to put together sentences with mesning. But experience shows, over-
whelmingly, thet this does not hsppen, end there's reslly no resson
why it should. Likewise, conjugation of regular verbs, when tsught
st the start, is not s first step on which to build & knowledge of
bssic verbs sround which sentences must be built.

In “"immersion" lesrning, these things sre not scquired system-

stically, from the simplest to the most complex (on 8 scsle that does

12
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not exist) but by multiple exposure after being heard again and agasin

s part of speech, until they sound right. This is what this book does
within the limits imposed by size snd time. tach anchor exposes the
student to perhaps one or two rules, four or five words including
voices of the msin verb, not ass separste bits of knowledge but ss int-
egrsl parts of s sentence and its sound, which the student is ssked to
reproduce ,for memorizstion and diction at the same time (optional cass-
ettes are provided). The same words and rules are stressed sgsin and
sgein, in hundreds of anchors, more often when in common use, snd oft-
en enough to become habit-forming if instructions sre followed dilig-

ently.

Assisted translstion. Obviously no beginning student thinks in s for-

eign lsngusge, and few advanced students do: hence, to express them-
selves in thne languasge, students have to formulate their thought in
English first (an sutomastic process), then translate into tne foreign

tongue: trenslstion, likewise, is the essence of understending the

lasnguasge in spoken or written form. But a beginning student, faced
with su English sentence (his own or someone else's), can't put it
into Itslisn, for example, in either writing or speech. This is why,
traditionslly, he's not asked to do this until he - or she - hss had
meny months of instruction, and even then the result is apt to be dis-
coursging. This is why college-level grammars don't assign such trans-
lstions: they assk the student to change something in & foreign sent-
ence (singulsr to plursl, masculine to feminine, present to past ten-
se, and s0 on) using an example as the model, after an explanation

end 8 list of various forms of articles, prepositions and the like.
This is something the student will do correctly, with & minimum of
diligence: it could be progrsmmed into s computer.

What is gained through such exercises is part of the language,

13
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but 8 small part snd - more importantly - not s part that csn be conn-
ected into s whole when s8ll the other necessary parts are msde avail-
able. Language does not work that way: it's not s kit, with instruct-

ions for putting the psrts together.

When trsnslation is taught it should be tsught ss s whole, on

whole sentences thast have mesning, and it should stsrt with the Eng-
lish. The beginning student can't do this without help, and help hss
to be provided. For vocabulary the dictionasry is essentisl, as evefy—
one knows who has reslly learned a foreign langusge: you can mnever do
"without it completely. And yet, college textbooks never even mention
dictionaries, let alone teaching how to use them. They provide s "voc-
sbulary" of their own, limited to & few hundred words used in their
text, with just one translation each. This grammar does counsel the
student on dictionary selection and use, something that high-schcol

should do.

But sssistance slso consists of notes, supplying trenslstions

of words (chiefly verb voices) snd locutions not found in every dict-
ionary. By this method, translstion ~an be msde grsduslly more diffic-
ult - slways within the scope of ordinary langusge — without devist-
ing from the gosl of totsl translation as distinct from insertion of

the correct endings bassed on examples. As the book sdvances, less and

less notes srz vprovided.

Psul Selgin
Bethel Ct.
203-743%-3510
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A umnit oi The Connecticut State University

WESTERN CONNECTICUT STATE UNIVERSITY

Danbury, Connecticut 06810

10-23-93

Compsrison of grades obtained on similartests after teaching

8 hslf semester, from Itslisn grammars "Prego" (1991) and
"Anchored Italisn" (1993).

Test, 11-20-91 Test, 10-18-93%
using "Prego" using "Anchored It."
letter grasdes sand number gredes
numbers see equivalence, below.
E.B, C+ 6.75 W.D. 9.5
D.B, C+ 6.75 C.D. 9.5
M.B. A- 8.75 T.G. 8
M.C. C+ 6.75 M.M. 9.5
J.D. B+ 8.25 S.M. 8.5
M.D. C+ 6.75 J.M., 8.5
H.D. B 7.75 M.P. 9
J.F. C+ 6.75 T.P. 9
K.H. C+ 6.75 J.P. 9
K.H., C 6.25 M.R. 7
S.J. B 7.75 V.R. 6
D.L. B 7.75 M.R., O
K.L. B+ 8.25 M.S. 9
c.M, C 6.25 D.S. 8
L.N, C 6.25 D.T. 9
B.P. E 7.75 A.Y. O
é:g: B+ g:gg Clsss sversge 8.59
D.T. C+ 6.75
R.W, A- 8.75
G.F. C 6.25
M.,H, A- 8.75
Class sverage 7.3

Note: letter grades, used for this course in 1991 to conform with custom,
convert to numbers eneeded for sversges and comparisons) as follows:

A=9.5; A-=8.75; B+=8.25; B=7.75; B-=7.25; C+=6.75; C=6.25; C~-= 5.75

The comparison shows 2 15% improvement due to the change from "Prego"
to "Anchored Itslisn", in spite of the fact thst the 1991 class wses
held st 7 F.M. and included msture students, some with considersble
prior exposure to Itslisn, 5Spsnish or both, ond much more knowledge
of English gremmar, s relevant factor,

Prof. I’sul Selgin
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